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ABSTRACT 
 
 The No Child Left Behind (NCLB) mandated that school districts and schools ensure that 
English Language Learners (ELLs) are provided with equitable opportunities and experiences 
that support student success academically.  However, many ELL students have faced challenges 
at school, have not been academically successful, and struggle to read on grade level.  NCLB has 
also mandated that elementary schools give parents the tools needed to support their children’s 
learning in the home.  Researchers have supported the importance of parental involvement in the 
academic success of children.   
The purpose of this study was to determine whether parents’ knowledge of reading 
strategies and interventions increase after participating in a series of workshops specifically 
designed for the parents of English Language Learners.  The professional development activities 
were delivered in a series of three workshops from March 26 to April 16 of 2011for three hours 
each Saturday.  Results indicated that parents’ knowledge of reading strategies and interventions 
increased after participating in the workshops 
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CHAPTER 1  
THE PROBLEM AND ITS CLARIFYING COMPONENTS 
Introduction 
The No Child Left Behind (NCLB) Act and the Individuals with Disabilities Education 
 Act (IDEA) mandate that school districts and schools ensure that English Language Learners 
and students with disabilities are academically successful.  Both laws require that high standards 
are implemented in the instruction of reading with the goal of increasing academic achievement 
within all identified subgroups in grades K-12.  With the intent of all students become efficient 
readers, both laws require specific standards be used when implementing reading instruction.  
Through the implementation of research based intensive reading interventions, students can learn 
to read and become academically successful (Henry & Peyton, 2006). 
The number of students who are not reading on grade level has been increasing over the 
years (NRP, 2000).  Different methods and approaches have been used to teach children how to 
read.  The whole language approach to teaching reading is one method that gained strong 
following in the 1980s and 1990s.  It grew out of Chomsky’s view of linguistic development and 
Goodman’s ideas that reading and writing were ideas that should be considered as wholes 
(Goodman, 1967).  However, the demographics have been dramatically changed in the United 
States, and schools have been faced with teaching reading to a culturally and linguistically 
diverse population.  Many students from cultural and linguistically different backgrounds may 
not have the foundation, skills and adequate vocabulary to learn to read in English.  For this 
reason, many of these students have not been academically successful and have been retained.  
Because of the severity of the problem, the United States Congress asked the Department of 
  2 
Education as well as the National Institute of Child Health and Human Development to form a 
Reading Panel (1997) to conduct research on how children learn to read.   
It was found, in research conducted by the National Reading Panel, that the best approach 
to reading instruction was one that incorporates explicit instruction in phonemic awareness, 
systematic phonics instruction, methods to improve fluency, and ways to enhance 
comprehension (NRP, 2000).  Since these findings were published, this approach has been 
implemented in many schools throughout the United States.  
Statement of the Problem 
As the number of immigrant children has increased in the nation’s public schools, so has 
the necessity for a quality education for all of them.  The educational system has experienced 
significant difficulty finding effective ways to support the achievement of culturally and 
linguistically diverse students.  There are many English Language Learners (ELLs) who are not 
reading on grade level and are not being successful academically compared to their non ELL 
peers.  The United States Department of Education has estimated that more than five million 
school-age students in the United States are English Language Learners (National Clearinghouse 
for Language Acquisition, 2006). 
Between 1979 and 2008, the number of school-age children (ages 5-17) who spoke a 
language other than English at home increased from 3.8 to 10.9 million or from 9% to 21% of 
the population in this age range.  An increase from 18% to 21% was also evident between 2000 
and 2008 (National Center for Education Statistics NCES, 2010).  As reported in the Title III 
Biennial Report to Congress in 2006, there were more than 400 languages spoken by ELL 
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students attending American schools with nearly 80% of them identified as Spanish speakers and 
5% speaking various Asian languages. 
 In order to meet the needs of the diverse school population in the United States, teachers 
and administrators have required additional training and preparation on how to teach children 
who speak English as a second language and come from different cultural backgrounds.  With 
the accountability requirements of the No Child Left Behind (NCLB) Act of 2001, states have 
become responsible for developing challenging academic standards, assessing students, and 
determining adequate yearly progress for schools and school districts.  NCLB accountability 
measures have required public school districts to produce students who are proficient in speaking 
English and who can consistently perform well on subject matter assessments.   
Background 
 Researchers have consistently reported that it takes an English Language Learner five to 
seven years to acquire a second language (Collier, 2001; Cummins, 1994).  English Language 
Learners who enter U.S schools in the primary grades typically make good academic progress; 
however, many students fall behind around third grade because of the increasing cognitive 
demands of print based instruction.  In the lower grades, students learn to read, and in fourth 
grade they start reading for content.  In order for students to be academically successful, they 
must be able to read and comprehend what they are reading.  This can be especially challenging 
for students trying to become proficient in English if they have not acquired the skills of 
decoding the English language.  While simultaneously being required to use academic 
vocabulary and language, many students experience failure. 
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 Throughout the United States, there has been an increase in the number of students not 
reading on grade level.  The National Center for Education Statistics (2010) reported that the 
2009 NAEP results indicated that the reading scores for U.S. fourth graders over the prior two 
years had remained flat, and the scores of eighth graders increased by one point.  According to 
the president of the International Reading Association, Patricia Edwards, “The NAEP reading 
results indicate that we need to increase our efforts to provide ongoing, high-quality professional 
development in reading to educators at all levels. . . [thus] helping close the achievement gap and 
a need for increased emphasis on supporting children in poverty, English Language Learners and 
struggling readers” (Edwards, 2011, p. 3).  Score gaps in reading persisted between White 
students and their Black and Hispanic peers.  “Neither the 27-point score gap in 2009 between 
White and Black students nor the 22-point gap between White and Hispanic students was 
significantly different from the score gaps in previous assessment years, (Edwards, 2011, p. 3). 
Reading 
 It is quite clear that reading is very important.  However, a great number of students who 
struggle with reading beyond third grade exist.  Focused and intensive reading intervention is the 
key to helping English Language Learners.  The National Reading Panel reviewed research-
based methodologies and overwhelmingly advocated a systemic approach to teach reading (Lyon 
& Chhabra, 2004).  The use of a systemic, explicit, and intensive instruction in phonemic 
awareness, phonics, reading fluency, vocabulary, and reading comprehension yields fluent 
readers for struggling readers and English Language Learners as well  (National Reading Panel, 
2000).  
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 Goodman (1996) claimed that the process readers use to make sense of text is a universal 
process.  Whether students are reading in Spanish or Creole, they use the same background 
knowledge.  They use the same linguistic cueing systems, and the same psychological strategies.  
Jensen (2006) proposed that the processes are the same in any language because of the 
similarities in brain physiology and function.  This universal reading process helps explain why 
ELLs with adequate formal schooling who are literate in their first language learn to read in 
English more rapidly than students who are not fully literate in their first language (Linan-
Thompson & Vaugh, 2007).  Students with first language literacy still have to determine how the 
new language is structured in order to transfer many of the skills they use to read in their first 
language to English (Cummins, 1994). 
 The state of Florida has had a mandatory third grade retention law whereby students in 
third grade who score a level 1 on the Florida Comprehensive Assessment Test (FCAT) cannot 
progress to the next grade unless they attend a four-week summer school and show an increase in 
their reading scores on the Iowa Test of Basic Skills (ITBS).  Thus, it has been critical in Florida, 
and throughout other parts of the country, that students receiving ELL services, including those 
with physical, intellectual, or emotional problems, receive instruction in reading that effectively 
improves their reading fluency and comprehension.  Educators cannot accomplish this goal by 
themselves.  They need to form partnerships with their students’ family members and provide 
them with the tools to help their children become successful readers. 
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Parental Involvement 
 Parental involvement has been a priority of the No Child Left Behind Act (NCLB, 2002).  
Children benefit when parents and school work collaboratively.  The U.S. Department of 
Education defined parental involvement as “regular two-way and meaningful communication 
involving student academic learning and other school activities” (NCLB, 2002).  Henderson and 
Mapp (2002) reviewed studies on parental involvement and found that “students with involved 
parents, no matter what their income or background, were more likely to earn higher grades and 
test scores, be promoted, attend school regularly, have better social skills and improved behavior 
and graduate” (Henderson & Mapp, 2002, p. 7).  They also found that schools that succeed in 
engaging families from diverse backgrounds share three key practices: 
1. Focusing on building trusting collaborative relationships among teachers, families 
and community members; 
2. Recognizing, respecting and addressing families’ needs and any class and cultural 
differences; 
3. Embracing a philosophy of partnership where power and responsibility are shared. 
(Henderson & Mapp, 2002, p. 7) 
 
Schools have been challenged with developing ways to reach out to parents who 
traditionally have been isolated from the schools because of language differences.  Many times, 
the strengths of parents from culturally and linguistically diverse backgrounds are overlooked.  
Just because parents do not speak English does not mean that they cannot play a significant role 
in the education of their children.  Regardless of parents’ linguistic and academic backgrounds, 
they can and should play a significant role in supporting students’ academic progress.  Schools 
have the obligation to facilitate this collaboration. 
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Purpose of the Study 
The purpose of this study was to determine whether parents’ knowledge of reading 
strategies and intervention increased after participating in a series of workshops specifically 
designed for the parents of English Language Learners.  Also investigated was whether parents 
were able to apply the reading strategies they learned with their child at home.  Increasing the 
knowledge of parents on reading strategies should positively affect a child’s school performance 
and academic achievement (Sheldon, 2003). 
Research Questions 
The following research questions were addressed in the study: 
1. Does the participation of parents of English Language Learners in Reading Strategies 
and Intervention (RSI) workshops increase their knowledge on reading strategies and 
interventions?  
2. What relationship, if any, exits between family demographics (e.g.: gender, ethnicity, 
education level, income) and participants’ learning outcomes from participating in the 
RSI workshops? 
3. What feedback, if any, did parents report after attending the RSI workshops about the 
implementation of reading strategies used at home to support their child’s reading 
achievement?   
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Dependent Variables 
The dependent variables were the knowledge scores of the pre/posttests.  These scores 
were derived using multiple choice questions. 
Independent Variable 
The independent variable in this study was the series of reading strategies and 
intervention workshops conducted for parents.  The workshops, as defined in the definition of 
terms section, used materials from the Families Building Better Readers (FBBR), Blueprint of 
Success.  FBBR was funded by the Florida Department of Education’s Just Read, Florida 
Initiative, managed by the Panhandle Area Educational Consortium.  The FBBR was recognized 
by the 2004 State Legislature in Committee Substitute for Senate Bill 364 that provided for 
participation in FBBR, as one of the options for supplemental services required of third-grade 
students scoring Level 1 on the FCAT.  
Workshop I included basic background knowledge on how English Language Learners 
learn a second language and a systemic approach to reading.  Workshop 2 included Practice 
Makes Perfect and Games Readers Play.  Workshop 3 included Everyday Reading, You Are 
What You Read, and Reading Interventions via Technology. 
Research Design 
This research used a mixed method design.  This study used a quasi-experimental pre- 
and posttest design. Focus interview questions were used to access qualitative data.  
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Population 
The population of the United States has been dramatically increasing with English 
Language Learners (ELL), and this trend has been seen in Orange County and throughout 
Florida.  Because there was a large population of English Language Learners in Orange County 
Public Schools, the researcher targeted the Spanish speaking parents of ELL students for this 
study.  
The Spanish speaking parents of English Language Learners from four Title I schools in 
the Southwest Learning Community of Orange County Public Schools in Orlando, Florida were 
recruited to participate in this study since the majority of the ELL students at the four 
participating schools were Hispanic.  These schools offer both One-Way Bilingual Spanish and 
sheltered programs and have a high percentage of ELL students.   The primary goal of the One 
Way Bilingual Spanish program is for students to develop bilingual and biliterate proficiencies 
and to achieve academically at grade level.  Sheltered instruction is an approach for teaching 
content to English Language Learners in strategic ways that make the subject matter concepts 
comprehensible while promoting the students’ English language development.   
Sample 
A flyer was sent to all of the Spanish speaking parents of English Language Learners at 
the four schools inviting them to be part of the study.  Follow-up calls were made to responding 
parents.  All respondents interested in participating in the study constituted the sample and were 
randomly assigned to either the treatment group or control group.  The treatment group 
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participated in the Reading Strategies and Intervention (RSI) workshops.  The control group did 
not receive any training.  
Data Analysis 
Descriptive statistical analysis was used to obtain frequencies, percentages, and means 
relative to the variables of gender, ethnicity/nationality income, and education level.  A t- test 
was used to examine pre- and posttest data.  An alpha level of .05 was used as the criterion for 
level of significance.  Based on interviews conducted to obtain qualitative data, the researcher 
documented themes that emerged. 
Definitions 
Basic Interpersonal Communication Skills (BICS):  conversational language that is both 
context-embedded and cognitively undemanding.  It takes an ELL about 2 years for ELLs to 
develop BICS (Freeman & Freeman, 2007). 
Bilingual Education:  Any program that makes some use of both the student’s primary 
language and English for instruction  (Freeman & Freeman, 2007). 
Cognitive Academic Language Proficiency (CALP):  language that is context-reduced 
and cognitively demanding.  It takes four to nine years for ELLs to develop CALP (Freeman & 
Freeman, 2007). 
Cognates: words that are similar in form and meaning in both English and another 
language (Linan-Thompson & Vaugh, 2007). 
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Families Building Better Readers (FBBR): Blueprint for Success, a family literacy 
program that was developed by Angela Martin for the Florida Department of Education in 2003.   
Sheltered Instruction:  instruction for ELLs using techniques to make the academic 
content taught in English more comprehensible.  This approach allows students to learn language 
and content as the same time (Freeman & Freeman, 2007). 
English Language Learners (ELL):  national-origin-minority students who are Limited 
English Proficient (LEP).  The term ELL is often used over Limited English Proficient as it 
highlights accomplishments rather than deficits (U.S. Department of Education, (2010). 
Grapheme:  the smallest part of written language that represents a phoneme in the 
spelling of a word (National Reading Panel, 1997). 
Knowledge:  identified as the level of information acquired by participant (Freeman & 
Freeman, 2007). 
Phoneme:  the smallest part of spoken language that makes a difference in the meaning of 
words (National Reading Panel, 1997). 
Phonemic Awareness: the ability to hear, identify, and manipulate the individual sounds-
phonemes in spoken words (National Reading Panel, 1997). 
Phonics:  the understanding that there is a predictable relationship between phonemes and 
graphemes (National Reading Panel, 1997). 
Phonological Awareness:  the broad term that includes phonemic awareness, In addition 
to phonemes, phonological awareness activities can involve work with rhymes, words, syllables, 
and onsets and rimes (National Reading Panel, 1997). 
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Reading Fluency:  the ability to read quickly, knowing what the words are and what they 
mean, and properly expressing certain words--putting the right feeling, emotion, or emphasis on 
the right word or phrase (National Reading Panel, 1997). 
Reading Comprehension:  intentional thinking during which meaning is constructed 
through interaction between text and the reader (Harris & Hodges, 1995).  
Regular Education:  A set of educational experiences which a child would receive in a 
school or school district in which that child enters at kindergarten and proceeds through school 
without being labeled “handicapped” or in a need of special services (Lilly, 1998). 
Self-efficacy: “the belief in one’s capabilities to organize and execute the courses of 
action required to manage prospective situations” (Bandura, 1995, p. 2). 
Systemic Approach:  explicit instruction in skill building where children divide a 
complex skill such as reading into its smallest components (letters) before moving on to tackle 
larger components (sounds, words, and sentences).  By learning these letter-sound relationships 
the student is provided with a decoding formula that can be applied whenever they encounter an 
unfamiliar word (National Reading Panel, 1997). 
Limitations 
This study was limited to the parents of English Language Learners attending four Title I 
schools in the Southwest Learning Community in Orange County Public Schools in Orlando, 
Florida, the 10th largest school district in the United States.  At the time of this study, the 
demographics of the area were primarily culturally and linguistically diverse with many families 
who had limited financial resources.  All of the schools included in the sample had Title I status, 
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indicating at least 75% of the students in attendance were provided with the Free and Reduced 
Meal Program.  Therefore, the findings of this study will be applicable to a discrete section of the 
ELL population and their families.   
Significance of Study 
This study was anticipated to provide information that could guide elementary schools to 
ordain the enhancement of the reading strategies of the parents of English Language Learners 
after participating in RSI workshops.  It has also resulted in a contribution to the literature on 
parental involvement and English Language Learning.  Although there has been research 
conducted on parental involvement and its impact on student achievement, the literature on 
parental involvement and the reading achievement of English Language Learners has been 
limited.  This study contributes to the Families Building Better Readers initiative by adding an 
ELL component to it. 
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CHAPTER 2  
LITERATURE REVIEW 
Introduction 
 This chapter contains a review of the literature related to the central issues with which 
this research is concerned.  Literature related to reading and parental involvements in schools are 
two major topics that have been addressed.  Discussed in the chapter are (a) literacy problems of 
children in the United States, (b) the influence of state and federal government and national 
organizations, (c) various approaches to teaching reading, and (d) the impact of family and 
school engagement on literacy acquisition. 
Reading 
For decades, teachers have been teaching children how to read.  It is known that reading 
has been the foundation of an effective education and is allows students to be successful in 
school.  However, “approximately eight million young people between fourth and twelfth grade 
struggle to read at grade level.”  Classrooms across America are filled with students who come 
with a wide range of skills, abilities, and English proficiency.  Some of the students are on grade 
level, while others are not.  Illiteracy in the United States is growing at a disturbing rate and that 
fact has not changed much over the years.  It continues to be a critical problem for the children 
and our nation.  There is still controversy over which instructional approach and method yield 
higher reading achievement results (Borman, Hewes, Overman, & Brown, 2003).  While the 
debate continues over what approach to use, reading deficiencies continue to grow.  According to 
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the National Center for Education Statistics (NCES, 2005), the number of functionally illiterate 
adults is increasing by approximately two and one quarter million persons each year.  
Since the implementation of No Child Left Behind (NCLB) in 2002, retention of students 
due to deficiency in reading has significantly increased.  The rate of retention in the U.S. has 
been estimated at about 15% each year (National Association of School Psychologists, 2003), 
and between 30% and 50% of all students have been retained at least once before their ninth 
grade year (National Association of School Psychologists, 2004).  In addition to these statistics, 
the percentage of children identified as having a learning disability has increased from 2% in 
1973 to over 12% in 2004 (Kilgore, 2005).  This situation is alarming because, according to 
Lyon (2002), students can learn to read regardless of their backgrounds.  According to Lyon 
(2002), Chief of the Child Development and Behavior Branch of the National Institutes of 
Health, in order to make it in life, people living in America need to learn to read. Reading 
supports the development of all other academic skills and is the predictor of academic success. 
Even though there has been much written on how to teach reading, scores have not increased 
over the years.  There needs to be a change on how reading is taught to students.  
Reading and the Brain 
Scientists have studied how the brain works to learn the best ways to teach students how 
to read. By using functional magnetic resonance imaging (fMRI) technology, scientists have 
been able to track brain activity during the reading process.  According to Shaywitz (2003), 
skilled readers rely significantly on the parieto-temporal and occipito-temporal areas in the back 
of the brain.  On the contrary, poor readers “underutilize” these areas in the back of the brain.  
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Researchers have found that the brain activity of struggling readers can be changed by using 
evidence-based reading instruction in phonemic awareness and phonics (Aylward et al., 2003; 
Shaywitz et al. 2004).  Several of the approaches that have been used to teach reading are 
explained further. 
Evidence-based Programs 
Researchers have stressed the use of evidenced based programs.  To be described as 
evidence based, the program must have been tested and shown to have a record of success in 
which children can be expected to make adequate gains in reading achievement.  The term, 
research-based instruction, has also been used to convey the same meaning.  The International 
Reading Association, (2007) argued that in order for a program or practice to be effective, it 
needs to be objective, valid, reliable, and systematic. However, the use of an evidence based 
reading instructional program does not guarantee reading success for all students.  Instructional 
leaders and teachers must evaluate methods and programs very carefully for their school and 
student populations.  It is imperative that they select and then implement with fidelity the 
instructional strategies and materials that are a good match for their students. 
International Reading Association Recommendations 
Two instructional methodologies that are recognized by the International Reading 
Association and used to teach reading are phonics or systemic approach, and the whole language 
approach.  In the systemic approach, children are taught to dissect unfamiliar words into parts 
and then join the parts together to form words (Lyon & Chhabra, 2004).  The whole language 
approach is less focused on the practice of using phonics as a reading instructional practice. 
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(Lyon & Chhabra).  It stresses the flow and meaning of the text, emphasizing reading for 
meaning and using language in ways that relate to students' lives and cultures (Kilgore, 2005).  
Supporters of the whole language approach have stated that it can be used across the curriculum 
to teach reading.  In contrast, backers of a systemic approach to instruction insist that a direct, 
sequential mode of teaching enables students to master reading in an organized way.  
Whole Language 
Children in whole language classrooms typically do as well or better on standardized 
reading tests and subtests (Ribowsky, 1985) than their non-whole language counterparts.  In the 
Kasten and Clarke study (1989), the whole language kindergartners performed significantly 
better than their counterparts on all subtests of the Metropolitan Readiness Test.  In the Manning, 
Manning, and Long (1989) study, children in the whole language classroom did better on the 
Stanford Achievement Test's subtest on word parts.  They also read with greater comprehension 
and with greater accuracy than children who are taught with other reading methodologies. 
In Freppon (1988, 1991), the skills group attempted to sound out words more than twice 
as often as the others, but the literature-based group was more successful in doing so as 
evidenced by a 53% success rate compared with a 32% success rate for the skills group.  
Children in whole language classrooms seem to develop vocabulary, spelling, grammar, and 
punctuation skills as well as or better than children in more traditional classrooms (Elly 1991).  
They seem to be more able to read for meaning (Stice & Bertrand, 1990).  These studies 
indicated that children academic achievement in reading was higher in classrooms that used the 
whole language approach.  The whole language approach was widely used across the nation in 
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the 1980s and 1990s; however, once the National Reading Panel (NRP) released its 
recommendations, which were subsequently included in the No Child Left Behind legislation, a 
systemic or phonic approach to reading became the preferred approach by public schools in the 
United States.  
Systemic Approach 
In 1997, the United States Congress asked the Department of Education and the National 
Institute of Child Health and Human Development to form a Reading Panel to research how 
children learn to read.  As part of this research, the panel was given the task of finding the most 
effective research based strategies and methods to teach children how to read.  The panel was 
composed of individuals who were involved in scientific reading research, teachers, and school 
administrators.  They examined the work of the National Research Council (NRC) Committee on 
the prevention of reading difficulties which had conducted extensive research on the acquisition 
of beginning reading skills (Snow, Burns, & Griffin, 1998).  However, the NRC had not 
addressed which instructional strategies or approaches worked well with widely diverse student 
subpopulations.  The National Reading Panel reviewed more than 100,000 studies and examined 
research that had addressed achievement of one or more skills in reading with large population of 
students that were effective with different subgroups, e.g., ELL, black, white, and special 
education.  Only studies that were regarded as high quality and peer-reviewed were included in 
their review.  On April 13, 2000, the National Reading Panel submitted its report, “The Report of 
the National Reading Panel: Teaching Children to Read," at a hearing before the U.S. Senate 
Appropriations Committee's Subcommittee on Labor, Health and Human Services, and 
  19 
Education.  This report led to major changes in how reading instruction is provided throughout 
the country.  
The National Reading Panel’s Findings 
The National Reading Panel’s analysis made it clear that the best overall approach to 
reading instruction was one that incorporates explicit instruction in phonemic awareness, 
systematic phonics instruction, methods to improve fluency, and ways to enhance 
comprehension (National Reading Panel, 2000):  children who learned to read through specific 
instruction in phonemic awareness improved their reading skills more than those who learned 
without attention to phonemic awareness. 
The findings of the National Reading Panel were highlighted in President George Bush’s 
No Child Left Behind (NCLB) Act (2002).  They were also endorsed by the National Institute 
for Literacy (NICHD), which is a part of a larger organization called National Institute of Child 
Health and Human Development, and the U.S. Department of Education who formed the 
Partnership for Reading.  The Partnership works to ensure that the methods of reading instruction 
used in the classroom reflect evidence-based methods (Partnership for Reading, 2001). 
The National Reading Panel reported its findings which were incorporated in the NCLB 
which mandated schools meet the needs of all students.  However, they did not provide specific 
direction as to how English Language Learners best learn to read.  The current study builds upon 
and contributes to work on reading interventions for use with English Language Learners (ELLs) 
and how with Parental Involvement students can become academically successful.  
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Although studies in reading have been conducted to examine how children learn to read, 
there has not been extensive research on what works best with ELL students and how to include 
their families in helping their children become better readers.  As such, this study provides 
additional insight into how schools can form partnerships with parents of ELL students and 
provide them with the necessary tools to help their children at home.  Also investigated in this 
study was the extent to which parents were able to apply reading strategies and interventions 
they learned in RSI workshops with their children.  Increasing the knowledge of parents on 
reading strategies should positively affect a child’s school performance and academic 
achievement. 
English Language Learners 
Research studies have been conducted over the years on bilingual education programs for 
English Language Learners.  There has been considerable debate and controversy as to whether 
children should be taught in their first language or in English.  Many states and school districts 
offer bilingual education for their students.  However, states such as California have eliminated 
their bilingual programs even though researchers have reported that children who are taught in 
their first language are able to become academically successful in English.  Regardless, there 
needs to be more focus on the quality of instruction for English Language Learners (August & 
Hakuta, 1997; Christian & Genesee, 2001).   
According to Fitzgerald (1995), effective beginning reading programs for English 
Language Learners are likely to be similar to those students who are English proficient as long as 
appropriate accommodations are provided to them.  The following are several programs that 
have shown to be effective with  English Language Learners:  Success for All (Slavin & 
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Madden, 2000, 2001), Direct Instruction (Adams & Engelmann, 1996); Reading Recovery 
(Pinnell, Lyons, DeFord, Bryk, & Seltzer,1994), phonetic tutoring (Wasik & Slavin, 1993) and 
the Bilingual Cooperative Integrated Reading and Composition (BCIRC) (Calderón, Hertz-
Lazarowitz, & Slavin 1998). 
In 2006, The National Literacy Panel on Language-Minority Children and Youth reported 
the following:  (a) Acquiring reading skills in a second language is similar to the process of 
acquiring reading skills in a first language; the essential components of effective reading 
instruction have a positive influence on the literacy development of English Language Learners;  
(b) English Language Learners also need more work in oral language development, vocabulary 
and text comprehension than English speakers; and (c) When feasible, students should be taught 
to read in their first language in order to develop their literacy in English (August & Shanahan 
2006). 
The Voyager Passport Reading Intervention Program is a research based reading program 
that integrates the five essential components of reading: phonemic awareness, phonics, fluency, 
vocabulary and comprehension (Voyager Expanded Learning, 2008).  This program provides for 
flexible pacing so that students can have additional time to master concepts.  It has been used as 
a reading intervention program with ELL students who are not reading on grade level in many 
bilingual and sheltered classes in Orange County Public Schools.  
Although there has been extensive research on reading, there are many ELL students not 
reading on grade level.  Researchers such as Yan and Lin (2002) have determined that greater 
parent involvement in children’s learning positively affects the child’s performance. 
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Parental Involvement 
Researchers, over a period of 40 years, have clearly demonstrated the importance of 
parental and family involvement in children’s education.  Parents are a child’s first teacher.  A 
parent is the one who teaches a young child how to eat, talk, and walk, just three examples of a 
myriad of skills.  Once a child enters school, partnerships need to be formed between the school 
and the family in order to assist in a child’s learning.  Greater parent involvement in children’s 
learning positively affects the child’s school performance, including higher academic 
achievement (Yan & Lin, 2002). 
Parental Involvement has been a priority in NCLB (2002).  It mandates that elementary 
schools give parents the tools they need to support their child’s learning in the home, 
communicate regularly with families about their children’s academic progress, provide 
opportunities for family workshops, and offer parents chances to engage in parent leadership 
activities at the school (NCLB).  NCLB also advocated the need for English Language Learners 
to make annual yearly progress in reading and math.  With the changing demographics, and a 
growing rate of non- English speakers, schools need to be creative and persistent, in their efforts 
to connect with educationally and disadvantaged parents.   
Schools have the challenge of reaching out to a group of parents who traditionally have 
been isolated from the schools because of language differences.  Many times, the strengths of 
parents of culturally and linguistically diverse backgrounds are overlooked.  The bond between 
parents and children is the most important relationship in society.  Regardless of parents’ 
linguistic and academic backgrounds, they can play a significant role in supporting students’ 
academic progress.  Schools have the obligation to facilitate this collaboration.  
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In discussing effective outreach strategies, Delgado-Gaitan (2004) stressed the 
importance of educators understanding the ways which members of different cultural 
communities viewed their roles in the schooling of their children.  In many cultures, the 
responsibility for schooling is seen to rest on the teachers and the schools (Chrispeels & Rivero, 
2001).  Another challenge is that many parents would like to help, but they believe that they 
cannot support their children’s academic development because of their lack of formal education 
or lack of English proficiency.  In order to change this mindset, parents need to be encouraged to 
partner with the school in order to support their children. 
According to Camacho (2007) culture is a significant influence when working with 
families of diverse backgrounds.  It is critical when initiating contact with parents that 
professionals be sensitive and respectful of the different customs, values and beliefs of parent 
involvement.  Cultural identity is influenced on an array of factors including gender, religion, 
age, social status, nationality and ability.  A parent’s ability varies from culture to culture in the 
context of their needs and public perceptions.  
Reyes-Blanes (2002) provided a framework on what to consider when designing 
activities to increase parent involvement with cultural diverse families.  Educators need to 
provide accommodations in the areas of need of cultural diverse families.  When working with 
culturally and linguistically diverse families, four areas need to be addressed:  specific 
information and support, the use of the first language, creating culturally sensitive environments 
and the availability of resources. 
Martinez & Perez (2008) of the National PTA stated that traditionally Latino men did not 
get involved in their children’s education.  It seemed rude for parents to interfere with the school 
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and their child’s education.  However, Latino families have begun to play a larger part in the 
U.S. educational system.  Latino men have “broken the mold” by becoming involved in their 
children’s education.  It is not only the mothers who attend PTA meetings and get involved in 
their child’s school; it also the fathers.  
One of the barriers to developing and maintaining open communication and collaboration 
between schools, parents, and teachers, has been the language.  There are many parents who do 
not speak English and are intimidated regarding school attendance because they feel that they 
will not be able to communicate with teachers and staff.  Schools need to be a place where both 
students and parents feel welcome at all times.  Effective partnerships result when reciprocal 
relationships are established between families and schools that allow for the development and 
enhancement of mutual trust (Powell, Zehm, & Garcia, 1996). 
Organizing for parental involvement and community outreach takes on an added element 
in schools comprised of students from diverse linguistic and cultural backgrounds.  Educators 
should consider such questions:  What happens to second language learner when they enter 
schools and begin a new journey of learning English?  What does it mean to become an English 
speaker, both to the students and their families?  What can schools do to maximize the schooling 
experience? 
Increasing student achievement is the mission of a school, but it can have the added 
benefit of strengthening family ties as well.  When English Language Learners enter school, they 
move into a new world that does not resemble what is familiar to them and their parents.  
Children of immigrant families in the United States are more likely to learn English and move 
more quickly than their parents into the new culture.  Schools need to ensure that they 
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communicate with parents in their native language when feasible.  The Florida Partnership for 
Family Involvement in Education has indicated that the most effective forms of parental 
engagement are (a) providing parents with oral and written communication and (b) school wide 
activities.   
A leading model of parent and community involvement was developed by Epstein at 
John Hopkins University (Epstein, Coates, Salinas, Sanders, & Simon, 1997, 2001).  It has been 
adopted by the National Parent Teacher Association (National Standards for Family and School 
Partnerships, 2009).  This research based model outlines six types of parent and community 
involvement. 
1. Parenting--Help all families establish home environments to support children as 
student. 
2. Communicating--Design effective forms of school-to-home and home-to-school 
communication about school programs and children’s programs. 
3. Volunteering--Recruit and organize parent help and support. 
4. Learning at Home--Provide information and ideas to families about how to help 
students at home with homework, and other curriculum-related activities, decisions, 
and planning. 
5. Decision Making--Include parents in school decisions and in the development of 
parent leaders and representatives. 
6. Collaborating with Community--Identify, integrate resources and services from the 
community to strengthen school programs, family practices, and student learning and 
development. 
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According to Epstein (2004), these six types of involvement “can guide the development 
of a balanced, comprehensive program of partnerships, including opportunities for family 
involvement at school and at home” (p. 15).  Important results for students will occur if 
implemented well. 
Family and School Engagement 
Research indicates that children benefit significantly when their families are involved in 
their education (Epstein & Salinas, 2004).  Lopez, Rosenberg and Westmoreland of the Harvard 
Family Research Project (2009) explained that family engagement is a shared responsibility.  
Families, schools and communities can create a shared responsibility for children’s learning and 
academic success.  “This three dimensional approach includes: (1) creating opportunities for 
family engagement; (2). building roles that outline families’ and school’s responsibilities; and (3) 
learning about effective ways to engage families in children’s learning” (p.1). 
Providing Opportunities 
Schools need to provide parents and family members with different activities to support 
and enhance children’s learning.  Activities such as open house, parent-teacher conferences and 
PTA meetings are part of family engagement.  However, many families see engagement as what 
they do at home with their children.  When parents help their children with homework, or 
studying for a test, they are engaged.  Family engagement takes place when student learning 
occurs.   
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Roles 
Families and schools need to actively engage in conversations with each other in order to 
agree on the roles they will assume.  Partnerships can evolve and roles can be defined though 
parent-teacher conferences.  Parent-teacher conferences can take place a variety of ways such as 
face to face, via phone call, email, or daily agendas.  Teachers have the responsibility of sending 
work home and informing parents of their child’s progress by writing in the student’s daily 
agenda.  Parents need to check their child’s agenda on a daily basis and communicate with the 
teacher.  Family engagement will take place if this is done consistently. 
Schools and administrators also have a role in family engagement.  They must establish 
clear expectations, compacts, and accountability standards for family engagement.  It is an 
administrator’s responsibility to ensure that families are provided with numerous opportunities 
throughout the school year for them to be part of their child’s learning.  This can be 
accomplished by having flexible scheduling of workshops and training to accommodate parents’ 
work schedules. 
Learning 
The third dimension of family engagement consists of learning from personal 
experiences, peers, and research.  Together, families and schools can learn from activities they 
have including teacher-parent conferences, workshops, and curriculum nights among other 
events and activities.  Parents need to look at the activities in which they participate and how to 
improve them.  Additionally, administrators need to investigate what high performing schools do 
in the area of family engagement and replicate it in their schools. 
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Parental Involvement and Literacy Acquisition 
Researchers have indicated that involving parents in their children’s literacy acquisition 
will result in better outcomes for the children.  It is important, therefore, that parents understand 
which of the many parent-child interactions are associated with a child’s improvement in 
literacy.  
According to Fantuzzo, Tighe, & Childs (2000) and Hill and Craft (2003), parental 
involvement can be categorized in three areas: (a) school-based involvement; (b) home-school 
conferencing; and (c) home based involvement.  In the first category, school-based involvement, 
parental activities are in the child’s school environment.  Parents could volunteer in the child’s 
classroom, chaperone field trips, help with fundraising and help teachers with classroom 
activities.  In the second category, home-school conferencing, communication between parents, 
teachers and school staff regarding children’s academic achievement and progress takes place. 
This could occur during parent/teacher conferences or through daily agendas, phone calls, and 
emails.  The third category, home-based involvement, involves parents actively encouraging 
their children to engage in learning in the home setting.  Parents can review their child’s 
homework, spend time working with their child on reading and writing skills, or bring home 
books or educational videos for their children. 
Joint book reading is one of the most significant parent-child activities that promotes 
early literacy (Bus, van Ijzendoorn, & Pellegrini, 1995).  Parents’ listening to their children read 
also has a positive effect on literacy development.  Toomey (1993) found that schools that sent 
books home with general information about how to encourage children to read and techniques on 
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how to coach children on reading showed greater benefits for children who were at risk of 
reading failure.  
In 2006, Senechal conducted a meta-analytic review of family literacy interventions.  She 
looked at 14 intervention studies that represented 1,174 families and found that parental 
involvement has a positive impact on children’s reading acquisition.  There were three types of 
parental involvement in the review, and they differed in their effectiveness.  She found that when 
parents taught a “specific literacy skill to their children, it was two times more effective than 
having parents listen to their children read and six time more effective than encouraging parents 
to read to their children” (Senechal, 2006, p. i).  It was also noted that it did not matter if parents 
received supportive feedback during the intervention.  In addition, the “duration of the 
intervention did not moderate its effectiveness” (p.i). 
Researchers have determined that parents can teach their children to read.  However, 
schools need to teach parents how to do so.  One study showed that parent education programs 
can have a significant effect on motivators of parental involvement at both the elementary and 
secondary levels by increasing parents’ knowledge of how to be involved.  When schools 
provide information in a culturally sensitive manner, Latino families will respond (Chrispeels & 
Rivero, 2001). 
In 2005, Jeynes conducted a meta-analysis of 77 studies to determine the overall effects 
of parental involvement on K-12 students’ academic achievement.  He found higher student 
achievement is linked to parental involvement. Students whose parents were highly involved had 
higher academic scores that those of parents who were less involved.  Similarly, Henderson and 
Mapp (2002) conducted research on behalf of the Southwest Educational Laboratory and found 
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that students who have involved parents, no matter their income or background, were likely to 
have “(1) higher grades and test scores, (2) better attendance, (3) higher graduation rates, and (4) 
greater enrollment in post-secondary education” (p. 7). 
According to Turnbull (2006), it is essential for families/professional partnerships to 
recognize that families are diverse and have unique dynamic social systems.  Educators need to 
gather information before, during, and after interactions with families.  Such valuable 
information is required in order to plan and carry out successful parent involvement interactions.  
This researcher acknowledges that parents have strengths and can influence their 
children’s education if they are taught how to support them with reading development in the 
home.  In order for students to be academically successful in school they must be able to read 
and comprehend what they are reading.  By increasing the knowledge of parents on reading 
strategies and interventions students’ academic achievement should be impacted. 
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CHAPTER 3  
METHODOLOGY 
Introduction 
This study was conducted with Spanish speaking parents of English Language Learners 
from four Title I bilingual center schools in the South West Learning Community in Orange 
County Public Schools in Orlando, Florida.  Data collected were analyzed to determine (a) if 
there was an increase in reading strategies and interventions parents used with their children and 
(b) parents’ perceptions of how best to work with their children at home as participants in their 
child’s education. 
This chapter includes a description of the methods and procedures used to conduct the 
research.  Included is information related to the design of the study, the research questions, the 
population, and sample size.  The Reading Strategies and Intervention (RSI) workshops, which 
were conducted for parents of English Language Learners, are described.  Also discussed are the 
procedures employed to collect and analyze data including reliability and validity issues. 
Research Design 
This research used a mixed method design, which was both quantitative and qualitative in 
nature.  In quantitative research, numeric data are used to conduct hypotheses test and answer 
quantitative research questions (Ary, Jacobs, Rasavieh & Soresnsen, 2006).  A quasi-
experimental pre- and posttest design was employed.  Interview questions were used to obtain 
qualitative data.  “Interviews are used to gather data on subjects’ opinions, beliefs and feelings 
about a situation in their own words” (Ary et al., 2006, p. 480). 
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Research Questions 
The following research questions were used to guide the study: 
1. Does the participation of parents of English Language Learners in Reading 
Strategies and Intervention (RSI) workshops increase their knowledge on 
reading strategies and interventions?  
2. What relationship, if any, exits between family demographics (e.g.: gender, 
ethnicity, education level, income) and participants’ leaning outcomes from 
participating in the RSI workshops? 
3. What feedback, if any, did parents report after attending the RSI workshops 
about the implementation of reading strategies used at home to support their 
child’s reading achievement?   
Dependent Variables 
The dependent variables were knowledge scores of the pre/posttest.  The scores were 
collected using multiple choice questions.   
Independent Variable 
The independent variable in this study was the series of Reading Strategies and 
Intervention workshops conducted for parents.  The workshops, defined in the definition of terms 
section, used materials from the Families Building Better Readers (FBBR), Blueprint of Success.  
FBBR was funded by the Florida Department of Education’s Just Read, Florida Initiative, 
managed by the Panhandle Area Educational Consortium.  The FBBR was recognized, by the 
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2004 State Legislature in Committee Substitute for Senate Bill 364 that provides participation in 
FBBR, as one of the options for supplemental services required of third grade students scoring 
Level 1 on the FCAT.  
Workshop I included basic background knowledge on how English Language Learners 
learn a second language and a systemic approach to reading.  Workshop 2 included Practice 
Makes Perfect and Games Readers Play.  Workshop 3 included Everyday Reading, You Are 
What You Read, and Reading Interventions via technology. 
Population 
Parents of English Language Learners from four Title I schools in the Southwest 
Learning Community of Orange County Public Schools in Orlando, Florida were recruited to 
participate in this study.  A flyer was sent to all of the Spanish speaking parents of English 
Language Learners at the four schools inviting them to be part of the study (Appendix A).  
Follow-up calls were made to responding parents.   
Sample 
The sample consisted of a single group comprised of all responding parents from which 
two groups (treatment and control) were randomly created.  The treatment group participated in 
the RSI workshops.  The control group did not receive any treatment.  
Participants 
The participants were randomly selected from the Spanish speaking parents of ELL 
students whose children were enrolled at any of the four Title I bilingual center schools in the 
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South West Learning Community of Orange County Public Schools.  The goal was to have 50 
participants in the treatment only group.  The final number of participants was 26. 
Procedures 
A questionnaire/survey, printed in both English and Spanish, served as a pretest which 
was administered to all parents prior to the first workshop (Appendix B).  The three workshops, 
conducted in both English and Spanish, were held at Sadler Elementary School on Saturday 
mornings for three hours per week during the months of March 2011 and April 2011.  Materials 
were also provided in English, and Spanish.  This was important as many of the attending parents 
were English Language Learners themselves.  The posttest was administered upon completion of 
all of the workshops.  Finally, a focus group responded to four questions at the end of the last 
workshop. 
The series of RSI workshops incorporated the Families Building Better Readers (FBBR), 
Blueprint for Success, a family literacy program that was developed by Angela Martin for the 
Florida Department of Education in 2003.  FBBR demonstrates ways parents can help their 
children with reading practices at home.  There are 10 strategies that are referred to as blueprints 
which are grouped and organized by the following four themes:  (a) Practice Makes Perfect 
which includes choosing the right book and guiding reading practice, (b) Games Readers Play 
demonstrates how to build reading fluency, increase the number of sight words, and understand 
the relationship between letters and sounds,  (c) Everyday Reading provides practice reading 
real-world texts and expanding a child’s vocabulary through rich conversation, and (d) You Are 
What You Read provides ways to find inexpensive reading materials, how to select high-interest 
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motivating reading material, and how to model to children what effective readers do through 
interactive read-alouds. 
Through the RSI workshops, the researcher provided participants with (a) background 
knowledge on how ELL students acquire a second language and (b) the five areas of reading 
instruction:  phonemic awareness, phonics, fluency, vocabulary, and text comprehension.  
Although FBBR, Blueprint for Success workshops were conducted in both English and Spanish, 
they did not specifically address of needs of the parents of ELL students in regard to basic 
interpersonal communication skills and the cognitive academic language proficiency. 
Instrumentation 
The instrument used was a pre-/posttest developed by the researcher and the Educator in 
Residence of the University of Central Florida.  The test questions were created based on 
information provided in the FBBR trainer and participants’ manuals, Putting Reading First and 
Classroom Instruction that Works with English Language Learners.  The pre-/posttest questions 
were validated by a panel of experts (reading specialists, reading coaches, and multilingual/RTI 
coaches from Orange County Public Schools). 
Data Collection 
The following procedures were used to collect the quantitative and qualitative data for 
this research study.  First, IRB approval was requested from the University of Central Florida’s 
Institutional Review Board (IRB).  Once IRB approval was granted (Appendix C), a letter was 
submitted to the Director of Testing and Accountability of Orange County Public Schools 
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requesting permission to conduct the study with a letter explaining the purpose of the study.  
Once approval was granted by Orange County Public Schools (Appendix D), the principals of 
the four schools in the South West Learning Community were contacted and given details about 
the workshops (Appendix E).  A flyer was sent to the schools inviting the Spanish speaking 
parents of ELL students to attend the workshops and be part of the study (Appendix B).  
Participants were randomly assigned to either the intervention or control group and registered for 
the workshops.  A participant survey was sent to each parent requesting biographical information 
and pre-test data to be completed prior to the first workshop (Appendix B).  Agendas (Appendix 
F), workshop reminders (Appendix G), related materials (Appendix H), and evaluations 
(Appendixes I and J) were provided for each of the workshops.  At the conclusion of the study, 
participants completed a post workshop test (Appendix A).  A focus group was also conducted, 
and four questions (Appendix K) were posed to parents in a group setting regarding their 
perceptions as to how parent participation in the RSI workshops might help their children 
improve in reading. 
Data Analysis 
This study was conducted to investigate if selected components in a series of RSI 
workshops were helpful to the parents of English Language Learners in supporting their children 
in reading.  Specifically, the research examined the relationship between the treatment 
(participation in the RSI workshop) and the participants’ knowledge of reading strategies used to 
support their child.  Also examined was the influence that participating in the workshops had on 
the level of knowledge participants had about using reading strategies and interventions.  
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Demographics were also studied to determine any correlations with outcomes in knowledge 
gains.   
Descriptive statistics were used to obtain frequencies, percentages, and means relative to 
the variables of gender, income, and education level.  A t-test was used to examine pre- and 
posttest data.  An alpha level of .05 was used as the criterion for level of significance.  
Qualitative data were obtained using a focus group, and themes emerging from the interviews 
were documented.  Both multiple choice questions and open ended questions were used in this 
study.   
Due to the fact that the relatively small sample yielded somewhat small group sizes, a 
nonparametric test was run to address this issue.  Since nonparametric statistics do not depend on 
meeting normality assumptions, these tests are good choices for very small samples. 
Research Question 2 was posed to examine whether parents meeting different demographic 
criteria varied in their test scores between pre- and posttests.  If this examination were to utilize 
parametric statistics, a mixed-model ANOVA would be the test of choice, as it would involve one 
repeated, within-subjects measure (pre to post) and one independent, between-subjects measure 
(demographic group).   
In order to accommodate this issue, the difference value between the pre- and posttest 
served as the dependent variable. To keep the focus on the difference in independent group results 
on the gain score, two different alternatives statistical methods were selected.  For the variables of 
parent level of education and nationality, the Kruskal-Wallis test was selected.  This test is the 
nonparametric equivalent of a one-way ANOVA in which a difference in mean rank is sought 
between three or more groups.  For the variables of gender and income, the Mann-Whitney was 
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selected.  This nonparametric equivalent of an independent t-test determines the presence of a 
difference in mean, ranks between two groups.  
Reliability and Validity 
A pre-/posttest developed by this researcher and the Educator in Residence at the 
University of Central Florida was utilized for the current study.  The questions were formulated 
with the assistance of information provided in the FBBR trainer and participant’s manuals, 
Putting Reading First and Classroom Instruction designed for working with English Language 
Learners.  The pre-/posttest questions were validated by a panel of experts including reading 
specialists, reading coaches, and Multilingual/RTI coaches from Orange County Public Schools.  
A series of three workshops on reading strategies and interventions were conducted as the 
treatment.  Because the information obtained from the FBBR questionnaire was qualitative in 
nature, there was no need to provide a statistical test of reliability.  
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CHAPTER 4  
RESULTS 
Introduction 
The purpose of this study was to determine whether parents’ knowledge of reading 
strategies and interventions increased after participating in a series of workshops specifically 
designed for the parents of English Language Learners.  Also examined was the extent to which 
parents were able to apply the reading strategies they learned with their child at home.   
Enhancing the reading strategies of parents of English Language Learners through Reading 
Strategies and Intervention (RSI) Workshops were delivered in a series of three workshops from 
March 26 to April 16, 2011.  The workshops were designed to address (a) how English Language 
Learners acquire a second language, (b) the five components of reading, (c) reading strategies 
from Families Building Better Readers, and (d) reading interventions and technology.  The 
workshops were each three hours in length and were held on three Saturdays.  They were provided 
in both Spanish and English by the researcher, an ESOL Consultant, and a Parent Coordinator.  
Following is a summary of the analysis of the data for the three research questions which 
were used to guide the study.  Each research question is stated followed by supportive narrative 
and tabular displays used to present the results. 
Data Analysis for Research Question 1 
Does the participation of parents of English Language Learners in Reading Strategies and 
Intervention (RSI) workshops increase their knowledge on reading strategies and 
interventions? 
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To examine if the participation of parents of English Language Learners in Reading 
Strategies and Intervention (RSI) workshops increased their knowledge on reading strategies and 
interventions, a 14- item pre- and post- multiple choice test developed by the researcher and the 
Educator in Residence from the University of Central Florida was administered to all of the 
participating parents.  The test was administered on the morning of the first workshop and again at 
the end of the final workshop.  To keep the individual participant’s scores anonymous, each 
participant was assigned a number which they put on the top of their test as an identifier.  
Participants had the choice of taking the test either in English or Spanish.  A total of 26 
participants took the pre- and posttests.  Twenty-five of the participants elected to take their tests 
in Spanish.  Only one participant chose to take the test in English because she is English dominant.  
She had attended school in Texas and learned to read and write in English.  She learned to speak 
Spanish at home.  Participants were reassured that they did not need to worry if they did not know 
the answers on the pre-test since they would be learning these concepts during the three days of 
workshops.  
Data for all of the 26 participants who attended the final workshop and completed the pre- 
and posttests were included in the statistical analysis (N = 26).  Responses to each of the questions 
were entered on a spread sheet for both the pre- and posttests for each participant.  Responses were 
scores, and a percentage was obtained for each participant’s pre- and posttest.  An independent t-
test was used to determine if there were any differences between the pre- and posttest scores.  The 
average was found for each pre- and posttest score pair.  Review of Skewness = -.09 and Kurtosis 
= .03 indicated that both values were well within the -2 to 2 range, indicating normality of the 
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data.  Review of the Kolmogorov-Smirnov test D = .12; p = .20 indicated that normality could be 
assumed.   
Though the sample size was small and statistical power was a concern, the test result was 
significant.  There was a significant difference (t = -11.82, p < .001) between the Pretest (M = 
53.04, SE = 3.26) and the Posttest (M = 93.5, SE = 1.75).  Thus participation in the workshops did 
show an increase in the participants’ knowledge of reading strategies and interventions.  These 
data are displayed in Table 1.   
 
Table 1  
 
Results of Paired Samples T-Test for Pre- and Posttest Scores 
 
                    
     
95% CI 
   
          Pair M SD SE M   LL UL   t p 
          Pre-Post -40.46 17.45 3.42   -47.51 -33.41   -11.82 < .001** 
Note. CI = confidence interval; LL = lower limit; UL = upper limit. df for test = 25. 
*p < .05. **p < .01. 
         
 
 
Parents’ responses to the interview and open ended questions validated the results of the 
data analysis. Parents had the option of answering additional questions as to the reading strategies 
they learned and planned to use at home.  Each response was translated into English and checked 
for accuracy of the translation by the researcher and the school’s parent coordinator.  The five 
strategies that parents said that they learned in the RSI workshops were:  (a) the use of flash cards, 
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(b) Three Strikes, (c) Ready, Set, Read, (d) choosing the correct book, and (e) Mystery words.  
The following are examples of parent responses: 
Choosing the right book and guiding reading practice.  We take turns reading out loud 
and ask questions about what was read.  Echo reading, this is when your child mimics 
what you have read.  Ready, Set, Read, you let your child read a passage not longer than 
a minute. Then the child will read it again, while you time how long it took them to read 
it. This is how a child builds fluency in reading.  Three strikes, you win--you write the 
words that the child needs to learn on separate index cards.  Each correct word read is a 
strike, three strikes to win.  Word mysteries--choose an interesting object giving clues 
and sounds until the child guesses what the object was. 
 
I learned to select age appropriate books for my children for them to read with me at 
home.  We play games to develop their love for reading.  I learned to encourage them to 
read using short passages and how to use cognates for learning new words.  In addition, I 
will use educational videos and computer programs for learning. 
 
I like to use phonemic awareness putting sight words on flash cards.  Another strategy I 
like to use is fluency.  When I have my child read I help her read the words she doesn’t 
know and record the fluency of her reading.  I use mystery words with my older daughter.  
I use them in English and Spanish. 
 
I learned to use cognates to increase my vocabulary and the use of the internet.  Presently 
I am using the program of MyOn.com and my children love it.  I plan to continue using it 
to learn more about it.  I use these strategies in both English and Spanish.  
Data Analysis for Research Question 2 
What relationship, if any, exits between family demographics, (e.g., gender, 
ethnicity/nationality, education level, income, and participants’ learning outcomes) from 
participating in the RSI workshops? 
Both Mann-Whitney and the Kruskal-Wallis tests determine whether there is a significant 
difference in mean ranks between groups on the gain scores.  Essentially, all of the values are 
arranged from high to low and provided with a rank.  If one group features more observations on 
the lower end of the number line than other groups (smaller gains), the mean rank for that group 
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will be lower in value (closer to 1) than in other groups.  In this case, larger mean rank values 
would signify a group or groups with overall greater gains.  
Parent Level of Education 
The Kruskal-Wallis test indicated that there was no significant difference in mean ranks in 
pre-post gains between parents with varying levels of education, χ2(3) = 3.17, p = .37.  Generally, 
those parents with the highest education had smaller mean ranks than those parents who had less 
education.  Parents with the highest education had the smallest mean gain scores (Mr = 8.44, n = 
9), and those who finished only through grade eight or below had the largest mean ranks (Mr = 
14.00, n = 4).  Between those two values were those who completed a two-year college program 
(Mr = 9.33, n = 3) and parents who finished high school (Mr = 12.50, n = 4).  Results are 
summarized in Table 2. 
 
 
Table 2  
 
Kruskal-Wallis Results for Score Gains by Level of Education (N = 20) 
 
Level n Mr 
   Grade 8 or below 4 12.50 
   High school 4 14.00 
   Two-year college 3   9.33 
   Four-year college 9   8.44 
Note. χ2(3) = 3.17, p = .37 
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Gender 
The Mann-Whitney test indicated that there was no significant difference in mean ranks in 
pre-post gains between male and female parents, z=-0.99, p = .32.  Male parents had lower mean 
ranks, (Mr = 10.50, n = 5) than female parents (Mr = 14.21, n = 21).  However, once again, these 
differences were not significant.  Results are summarized in Table 3.  Complete results are 
contained in Appendix L. 
 
Table 3  
 
Mann-Whitney Results for Score Gains by Gender (N = 26) 
 
Gender n Mr 
   Female 21 14.21 
   Male 5 10.50 
Note. Z=-0.99, p = .32 
  
Nationality  
There were 26 participants in this study.  All of the participants were Hispanic from the 
following countries:  Argentina, Dominican Republic, Mexico, Nicaragua, Puerto Rico, Peru, 
Spain, and Venezuela. 
The Kruskal-Wallis test indicated that there was no significant difference in mean ranks in 
pre-post gains between those parents of different nationalities, χ2(3) = 3.01, p = .39.  Parents from 
Puerto Rico had the highest mean ranks, (Mr = 16.00, n = 6), and parents from the Dominican 
Republic had the lowest mean ranks (Mr = 9.62, n = 4).  Parents from Mexico had the second-
highest mean ranks (Mr = 15.20, n = 10), and parents from other nations had the second-lowest 
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mean ranks (Mr = 10.75, n = 6).  However, once again, these differences were not significant.  
Results are summarized in Table 4. 
 
Table 4  
 
Kruskal-Wallis Results for Score Gains by Home Country (N = 26) 
 
Home Country n Mr 
   Mexico 10 15.20 
   Puerto Rico   6 16.00 
   Dominican Republic   4   9.62 
   Other   6 10.75 
Note. χ2(3) = 3.01, p = .39 
   
Income (via Free or Reduced Lunch Status) 
The Mann-Whitney test indicated that there was no significant difference in mean ranks in 
pre-post gains between parents of families of different income levels, z= 1.91, p = .06.  Parents of 
children who were not on free or reduced lunch had greater mean ranks (Mr = 21.33, n = 3), but 
parents whose children were eligible for free or reduced lunch had smaller mean ranks (Mr = 
12.48, n = 23).  Results are summarized in Table 5.  Complete results are contained in Appendix 
L. 
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Table 5  
 
Mann-Whitney Results for Score Gains by Free or Reduced Lunch Status (N = 26) 
 
Lunch Status n Mr 
   Not receiving free or reduced lunch   3 21.33 
   Receiving free or reduced lunch 23 12.48 
Note. z= 1.91, p = .06 
  
   
Data Analysis for Research Question 3 
What feedback, if any, did parents report after attending the RSI workshops about the 
implementation of reading strategies used at home to support their child’s reading 
achievement?  Qualitative data were used to answer this question.  
A total of 26 parents completed the workshops and rated the sections.  The results of the 
ratings are displayed in Table 6.   
In regard to overall workshops, 100% of the parents rated the overall workshops as 
excellent; the usefulness of program content as excellent; and the visuals aids presented as 
excellent.  The opening session was rated by 24 (92%) of the parents as excellent and 2 (8%) as 
good.  A question about the value of the parent toolkit received the same rating.  The trainers’ 
ability to teach the session was also rated as excellent by 100% of parents. 
Games Readers Play, Everyday Reading, You Are What You Read, and the Wrap-Up 
session received overall ratings of excellent from all (100%) of the parents.  The materials for 
each session received identical ratings of excellent from 24 (92%) of the parents and good from 2 
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(8%) of the parents.  The trainers’ ability to teach each of the sessions was also rated as excellent 
by 100% of parents. 
 
Table 6  
 
Evaluation of Families Building Better Readers Workshop (N = 26) 
 
Sessions and Descriptors Percentage Poor Fair Good Excellent 
Overall Workshop: How would you rate 
     Overall program quality 100% 
   
26 
Usefulness of program content 100% 
   
26 
The visual aids presented 100% 
   
26 
  
     Opening Session: How would you rate 
     This session     8% 
  
2 24 
The parent tool kit      8% 
  
2 24 
The trainer's ability to teach the session 100% 
   
26 
  
     Games Readers Play: How would you rate 
     This session 100% 
   
26 
The materials for this session     8% 
  
2 24 
The trainer's ability to teach the session 100% 
   
26 
  
     Everyday Reading: How would you rate 
     This session 100% 
   
26 
The material' s for this session     8% 
  
2 24 
The trainer's ability to teach the session 100% 
   
26 
  
     You are What You Read: How would you rate 
     This session 100% 
   
26 
The material's for this session     8% 
  
2 24 
The trainer's ability to teach the session 100% 
   
26 
  
     Wrap-up Session: How would you rate 
     This session 100% 
   
26 
The material's used for this session     8% 
  
2 24 
The trainer's ability to teach the session 100% 
   
26 
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In summary, results from the evaluation of the Families Building Better Readers Workshop 
indicated that at least 24 of the 26 (92%) of the Hispanic parents of English Language Learners 
rated both the workshops and materials provided as “excellent.”  A total of 100% of the parents 
rated the trainers as being “excellent.”  One parent stated that “the workshops were conducted with 
professionalism and were very interesting.  I recommend them 100%.” These results indicate a 
higher percentage of parents rating the overall workshops and materials as excellent in comparison 
to the results reported by the Volunteer Florida Foundation in 2010.  
Parents had the option of answering an additional question as to the reading tips they 
planned to use at home.  Each response was translated into English and checked for accuracy of 
the translation by the researcher and the school’s parent coordinator.  A total of 14 parents, (54%) 
responded regarding reading tips they planned to use at home.  The following comments are based 
on parents’ self-reported data: 
“Practice reading everyday and have everything I need handy.”  
 
 “Use flashcards, read aloud, mystery words and others as my child grows.”  
 
“I will use flashcards and motivate my child to read.  I will look for books that are age 
appropriate for my children.”   
“These workshops have helped me learn different ways that I can help my child and has 
motivated me to learn.” 
The top three strategies parents selected were:  (a) reading aloud, (b) using visual and flash 
cards, and (c) fluency.  Parents increasingly began to use the terms and strategies that they learned 
in the workshops.  They explained that they felt more confident in working with their children and 
that they were motivated to learn.  A parent expressed that she did not know how to speak or read 
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English, but that for the first time she could help her child with reading and homework because 
she had learned these strategies.  Another parent shared that she made flash cards by cutting out 
vocabulary words from the FBBR toolkit and gluing them on index cards.  She made both Spanish 
and English flashcards for her child.  A total of 58% of the parents shared additional comments on 
their evaluations.  Some of the comments follow: 
“Thank you for showing us these wonderful tools.  Great job!”  
“I have always said that if you train the parents, the parents can help teach their children.” 
 
“I like being part of this program and if in the future there will be others, I would like to 
be part of them.”   
 “Everything was very good, I learned a lot.” 
There were several themes that emerged from the parents’ written responses.  By 
participating in the RSI workshops, parents not only gained knowledge of the different reading 
strategies and interventions, they became empowered and motivated as learners themselves.  One 
parent wrote, “These workshops have helped me learn different ways that I can help my child and 
has motivated me to learn.”   
Focus Group Interview Questions 
 To obtain additional qualitative data, four interview questions were asked of a focus 
group of five parents after the workshop ended.  Parents were given a copy of the interview 
questions in the language of their choice.  Four of the five parents chose to answer the questions 
in Spanish, and one answered in both English and Spanish.  The responses of parents were audio-
recorded, translated into English by the researcher, and verified by the school’s parent 
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coordinator for accuracy.  Parents were thanked for taking extra time to be part of the focus 
interview group.  Parents were a little nervous at first since they were being recorded; however 
once the session began, the group relaxed, became more at ease and answered the questions.   
In the following discussion, each of the interview questions is stated, followed by a brief 
discussion of the theme(s) identified in the responses.  Selected representative responses of 
participants have been reproduced that support the identified theme(s).  
Focus Group Interview Question 1 
Why do you think it is important for the parents of English Language Learners to be 
involved in the education of their children?  
The theme that emerged in the responses to the first interview question was the importance 
of parental involvement.  When parents are involved in their children’s education, students feel 
supported, motivated and successful.  It is important for children to see that their parents are also 
learning in school.  Selected comments supporting this theme were as follows: 
Parents who are involved in the education of their children are able to help them learn 
and become better readers.  It makes them feel special and important if they know that 
mommy and daddy care about them. 
 
It is of great importance that when your children learn they see that you are interested in 
what they are learning.  At the same time that you review with them you are learning and 
practice your English.  Your children need to feel that you support them, and this makes 
them feel safe. 
 
I think it is important that parent engage themselves in the education of their children.  
Your children feel more confident and secure when they see that you are involved.  When 
parents get involved it helps children become successful in their education. 
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It is important that parents involve themselves in the education of their children no matter 
if you are learning English.  To me it’s a way of motivating my children and help them in 
improve what they know and need help in. 
Our children are learning in English and it is important that we learn ways that we can 
help them be successful.  The more that we get involved, the better communication we 
have with the school. 
Focus Group Interview Question 2 
Please list the top five strategies that you learned in these workshops that you use with 
your child at home?   
The five strategies that parents reported that they would use with their children were:  (a) 
flash cards, (b) Three Strikes, (c) Ready, Set, Read, (d) choosing the correct book, and (e) Mystery 
words.  The following comments were reported: 
Choosing the right book and guiding reading practice.  We take turns reading out loud 
and ask questions about what was read.  Echo reading, this is when you’re child mimics 
what you have read.  Ready, Set, Read, you let the child read a passage not longer than a 
minute then the child will read it again timing how long did he/she took reading it.  Three 
strikes, you win--you write the words that the child needs to learn on separate index 
cards.  Each correct word read is a strike, three strikes to win.  Word mysteries--choose 
an interesting object giving clues and sounds until the child guesses what the object was. 
 
Choosing a book according to their age, flash cards, play games that involve reading, use 
of the public library, less television and I use English. 
 
Choose books according to their reading level.  Play games to develop their love for 
reading.  Encourage them to read using short passages, use cognates for learning new 
words.  I will use video, audiovisuals and computer programs for learning. 
 
Flash cards,  Ready, Set, Read you let the child read a passage not longer than a minute 
then the child will read it again timing how long did he/she took reading it.  Three strikes, 
you win, and mystery words. 
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Focus Group Interview Question 3 
Of the five strategies you listed above, what were the two most effective?  Did you use 
the strategies in English or your native language?  
The responses were mixed as to parents’ perceptions of the most effective strategies.  Two 
of the strategies that parents mentioned in responding to this question were the use of flash cards 
to develop vocabulary and choosing the right book for their children to read.  All of the parents 
commented that they used the strategies in English.  One indicated that both English and Spanish 
were used when working with these strategies.  Selected comments were as follows: 
I like to use phonemic awareness putting sight words on flash cards.  Another strategy I 
like to use is fluency.  When I have my child read I help her read the words she doesn’t 
know and record the fluency of her reading.  I use mystery words with my older daughter.  
I use them in English and Spanish. 
 
The use of cognates to increase vocabulary and the use of the internet.  Presently I am 
using the program of MyOn.com and my children love it.  I plan to continue using it to 
learn more about it.  I use them in both English and Spanish. 
 
Choosing a book according to their age and using the resource of the Public Library.  I 
use them [in] English. 
Focus Group Interview Question 4 
Would you recommend these workshops to other parents and why? 
All of the parents responded that they would recommend the RSI workshops to other 
parents.  They reported that they learned strategies that they could use to help their children with 
reading.  They also shared their feelings of empowerment to help their children with their school 
work and believed they had benefited from learning of other resources that they could use to help 
their children be successful in school.  They all had positive comments and expressed that they 
would continue participating in other workshops. 
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Yes, I would recommend these workshops to other parents so they also can learn on how 
to help their child/children become successful readers, and helping them on strategies that 
can help them learn in other subjects.  They helped me learn how to help my children in 
reading.  I learned about cognates in English and Spanish. 
 
Yes, because you acquire knowledge as to what is taught in your child’s school and what 
they doing.  We learn of alternatives and resources to help our children when they have 
difficulty studying. 
 
Yes, 100%, because I have learned how to teach my children on how to get interested in 
reading and the importance that reading is for their progress in school.  The school should 
offer more workshops like these.  I would like to continue participating in other 
workshops. 
 
The experience of these workshops met my expectations.  I have learned new and useful 
strategies that I can use to improve my daughters reading skills.  In addition the 
workshops were conducted with professionalism and were very interesting.  I recommend 
them 100%. 
Post Hoc Analysis 
The purpose of this study was to determine if parents’ knowledge of reading 
strategies and interventions would increase after attending a series of workshops.  Results on the 
posttests and parents’ self-reported comments indicated that parental knowledge did increase 
after attending the workshops.  In addition to the themes identified in this study as to the 
importance of parental involvement, empowerment, and motivation, qualitative responses 
indicated parents’ increased in self-efficacy and confidence. Parents reported that they “felt good 
to educate themselves.”  As adult English Language Learners, their confidence level in being 
able to help their children with reading at home increased. 
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CHAPTER 5  
SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS  
Introduction 
The purpose of this study was to determine whether parents’ knowledge of reading 
strategies and interventions increased after participating in a series of workshops specifically 
designed for the parents of English Language Learners.  Also examined was the extent to which 
parents applied the reading strategies they learned in the workshops with their child at home. 
Researchers have indicated that parental involvement influences student achievement 
(Sheldon, 2003).  This included students who were culturally diverse, English Language Learners, 
and those who came from minority backgrounds (Jeynes, 2005).  Due to the dramatic increase of 
English Language Learners throughout the United States, especially the high percentage of 
Hispanic students attending public schools, the targeted population of this study was Spanish 
speaking parents of English Language Learners.  
To address the research questions which guided this study, three workshops were delivered 
to a group 26 parents of English Language Learners from four Title I schools in the Southwest 
Learning Community in Orange County Public Schools in Orlando, Florida.  The steps taken in 
planning for and delivering the three workshops are detailed in Appendix M.  Following is a 
summary of the findings for each of the three research questions. 
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Summary of the Findings 
Research Question 1 
Does the participation of parents of English Language Learners in Reading Strategies and 
Intervention (RSI) workshops increase their knowledge on reading strategies and 
interventions? 
Summary of Findings for Research Question 1 
The results presented in Chapter 4 were based on a sample of 26 parents of English 
Language Learners from four Title I schools in the Southwest Learning Community of Orange 
County Public Schools in Orlando, Florida.  Parents completed a 14-item multiple choice test on 
the morning of the first RSI workshop and again at the end of the last workshop.  The 26 parents 
who attended the last workshop and completed the pre- and posttest were included in the statistical 
analysis (N = 26).  Responses to each of the questions were entered into a spread sheet for both the 
pre- and posttest for each parent.  Responses were scored, and a percentage was obtained for each 
parent’s pre- and posttest.  An independent T-test was used to determine if there were any 
differences between the pre- and posttest scores.  
Even though the sample was small, there was a significant difference between the pretest 
(M = 53.04, SE = 3.26) and the posttest (M = 93.5, SE = 1.75).  Thus, participation in the 
workshops did show an increase in the participants’ knowledge of reading strategies and 
interventions.  According to Chrispeels and Rivero (2001), parent education programs can have a 
significant effect by increasing parents’ knowledge of how to be involved.  When schools provide 
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information in a culturally sensitive way, Latino families will respond.  Researchers have 
indicated that children benefit significantly when their families are involved in their education 
(Epstein & Salinas, 2004). 
Discussion of Findings for Research Question 1 
Many parents of English Language Learners may not know how to speak or read English.  
However, they can contribute to their children’s education.  They just need to be given the 
appropriate tools to do so.  Every year, the researcher’s school hosts reading, math technology 
nights and parent teacher conferences for the school’s parents.  Teachers share what their students 
are learning in school.   
Parents, however, need more than the traditional reading nights.  They need to be provided 
with classes that will teach them specific strategies and interventions they can use at home with 
their children.  Parents need to feel that the school and their children want them involved 
(Henderson & Mapp, 2002).  When it was first mentioned to a group of Hispanic parents that the 
researcher would be providing Saturday workshops for them on reading strategies and intervention 
as part of her dissertation research, many of parents were excited to hear of this opportunity.  They 
commented to the researcher that they really wanted to learn how to help their children.  They 
understood the importance of reading and that if their children did not master the appropriate 
skills, they could be retained in third grade.   
This study was designed as professional development for parents using good pedagogical 
practices in their native language.  When planning and designing activities for cultural diverse 
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families, it is important to use the first language and provide a sensitive environment and 
resources (Reyes-Blanes, 2002).  
The FBBR was selected as part of the workshops because it was designed to teach parents 
reading strategies that they could use with their children at home.  However, the 10 strategies were 
to be taught in 2 ½ hours using the toolkit, and only a survey was provided in the toolkit to get 
feedback on parents’ overall satisfaction with the workshops.  FBBR does not give a pre/pot test to 
parents.  This study added to the FBBR workshops by first providing the parents with background 
knowledge on how English Language Learners acquire a second language, taking into 
consideration their cultural and linguistic backgrounds. These professional development activities 
incorporated cooperative learning where the parents could work in small groups in Spanish, and 
brainstorm ideas on how their children learn a second language.  Parents were able to chart their 
thoughts, and each group was able to present to the other groups.  This is not a typical activity at 
traditional reading nights or PTA meetings.  Professional development needs to be sensitive and 
respectful of the different cultures, values, and beliefs (Camacho, 2007).  This study adds to 
Camacho’s study because the workshops were designed and presented in a culturally sensitive 
manner.  The reading strategies were taught over the span of the three workshops, allowing the 
parents time to understand, practice at home with their children, and return to the workshop setting 
and present to the entire group each week.  Additionally, experts in the field of second language 
acquisition, reading, parenting and instructional technology presented the workshops to the 
parents.  These experts had the background knowledge to work with ELL parents and gain their 
trust.  Parents’ affective filter was lower due to the level of trust they felt during the workshops 
(Cummins, 1994).  According to Powell, Zehm & Garcia (1996), effective partnerships result 
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when reciprocal relationships between families and schools allow the development and 
enhancement of mutual trust.  
 A review of all of the three workshops was provided prior to the administration of the 
posttest. The accommodation of reading the test in Spanish was provided for the parents who were 
not fluent readers in English.  All of the parents made learning gains on their posttest.  
As stated in Chapter Two, substantial research suggests that parental involvement 
positively influences students’ academic success.  This is true even when students come from 
linguistically and culturally diverse backgrounds (Camacho, 2007, Epstein & Sheldon, 2004).  
Research Question 2 
What relationship, if any, exits between family demographics (e.g.: gender, 
ethnicity/nationality, education level, income) and participants’ learning outcomes from 
participating in the RSI workshops? 
Summary of Findings for Research Question 2 
 This research question investigated the relationships that exist between participants’ 
demographic information and the results obtained from the study. The dependent variable for this 
question was the gains made by participants on the posttest scores. 
The results of the Kruskal-Wallis and Mann-Whitney tests indicated that there were no 
significant differences in the mean ranks in pre-post gains between parents of different 
nationalities, education, income levels and gender. 
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Discussion of Findings for Research Question 2 
According to Henderson & Mapp (2002), regardless of parental income or background, the 
children of involved parents are likely to get higher grades and do better in school.  In this study, 
however, parents did, show an increase on their posttest scores.  Regardless of their backgrounds, 
they improved from pretest to posttest.  Camacho (2007) concluded that enhancing the knowledge 
and involvement of Hispanic families through specifically designed family workshops students’ 
increases academic achievement for children.  
Traditionally, Hispanic males from low socio-economic status have not been actively 
involved it their children’s education.  Child rearing and communication with school has been left 
up to the Hispanic females in the family; ranging from the mother to grandmother to older female 
siblings. This was reflected in this study.  A total of 22 of the participants were females, and only 
four were males.  The fathers who attended the workshops were of diverse Hispanic backgrounds; 
Dominican, Mexican, Puerto Rican and Spaniard.  According to the National PTA, more Latinos 
and specifically Latino men are recognizing the significance of being involved in their children 
education (Martinez & Perez, 2008).  PTA has been focusing its efforts on creating awareness of 
the research on parental involvement, especially as it concerns Latino families.  Martinez & Perez 
(2008) stated that there is a direct link between parent involvement and student achievement.  
Decades of research have shown that students succeed when a parent is involved in their child’s 
education, regardless of race, religion, or socioeconomic status.  
The findings in this study corroborate the observations of the National PTA that more 
Latinos are recognizing the importance of being involved in their children’s education.  Responses 
to the Focus Interview Question 1 indicated the importance of parental involvement:  “Parents 
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who are involved in the education of their children are able to help them learn and become better 
readers”  “It is important that parents engage themselves in the education of their children.” 
Parents want their children to be academically successful, and they want to be part of their 
education.  
Both groups of parents did increase on their knowledge of reading strategies and 
interventions per their posttest scores. The effectiveness of the RSI workshops contributed to the 
parents increase on posttest scores. 
Research Question 3 
What feedback, if any, did parents report after attending the RSI workshops about the 
implementation of reading strategies used at home to support their child’s reading achievement? 
Summary of Findings for Research Question 3 
Parents were provided with the Families Building Better Readers Toolkit which contained 
both English and Spanish booklets explaining 10 reading strategies.  Each reading strategy was 
explained and modeled for the parents by two trainers.  Parents were asked to practice the 
strategies during the week at home with their children.  They then shared the reading strategies 
they used with their children at the following Saturday workshop.  
Discussion of Findings for Research Question 3 
According to The National Literacy Panel on Language-Minority Children and Youth 
(2006), English Language Learners also need more work in oral language development, 
vocabulary and text comprehension than English speakers.  This research provided the parents of 
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English Language Learners with strategies that The National Literacy Panel recommended for 
second language learners.  Parents were able to learn and help their children with vocabulary 
development and text comprehension.   
As one of the trainers in this study, the researcher noted that parents’ knowledge base 
increased over time span of the three workshops.  Each reading strategy was introduced, explained 
and modeled.  As one example, the researcher modeled (in English) how to do a read aloud for the 
parents using a favorite children’s book, I Love You Forever.  After a picture walk, reading the 
book aloud, parents were asked what was happening as the baby grew to a teenager and eventually 
into a grown man.  Hispanic parents are very family oriented, and this story hit home for many of 
them since they have sons and elderly parents.  They saw how a book can stir emotions and how 
to model a read aloud for their children.  Reading aloud to a child, helps develop a child’s love for 
reading.  According to Senechal (2006), parental involvement has a positive impact on children’s 
reading acquisition.  When parents teach a “specific literally skill to their children, it was two 
times more effective than having their children read to them” (Senechal, 2006, p. i).  Children 
need to read to be academically successful, but an equally important goal is for them to love 
reading.  
The workshops were instrumental in helping those who attended have a better 
understanding of reading strategies.  They also developed an appreciation of the importance of 
their working with their children on a daily basis. 
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Post Hoc Discussion 
The purpose of this study was to determine if parents’ knowledge of reading strategies 
and interventions would increase after attending a series of workshops.  Results on the post tests 
and parents’ self-reported comments indicated that parental knowledge did increase after 
attending the workshops.  In addition to the themes identified in this study, i.e., the importance of 
parental involvement, empowerment, and motivation, qualitative responses indicated parents’ 
increased in self-efficacy and confidence.  Parents reported that they “felt good to educate 
themselves.”  As adult English Language Learners, parental confidence level in being able to 
help their children with reading at home increased.  In learning the differences between Basic 
Interpersonal Communication Skills (BICS), the social language and Cognitive Academic 
Language Proficiency Skills (CALPS), the academic language, parents made connections on 
how they could use the strategies learned to help their children (Cummins, 1994).  It did not 
matter that they were English Language Learners themselves.  Their personal confidence levels 
increased as did their competence in being able to apply the reading strategies at home.  Their 
willingness to work in collaborative groups and share their new knowledge with other parents 
indicated how they had become learners themselves.  According to Bandura (1995), people with 
high self-efficacy believe they can perform well and are more likely to view difficult tasks as 
something to be mastered rather than something to be avoided.  
By learning what cognates were, parents realized that they knew more English 
vocabulary words than they originally thought. They were able to make connections between 
Spanish and English words, for example:  accident-accidente, ambulance-ambulancia, police-
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policia.  This allowed them to begin transferring skills and knowledge from Spanish to English in 
order to help their children at home.  
As parents knowledge of reading strategies increased throughout the study so did their 
self-efficacy and confidence.  Although this study was not designed to obtain data in these two 
areas, they did emerge. In retrospect, it would have been prudent to administer a scale to the 
parents on which their confidence levels at the beginning and end of the study could have been 
registered.  
Implications for Practice 
The results of this study support the literature indicating that parental involvement has a 
positive impact on children’s reading acquisition (Senechal, 2006).  In order to close the 
achievement gap in reading of English Language Learners, parents need to be provided with the 
necessary tools.  Schools have the challenge to reach out to parents who traditionally have been 
isolated from the schools because of language differences.  For years, parents of culturally and 
linguistically diverse backgrounds have been overlooked by schools.  In spite of parents’ linguistic 
and academic backgrounds, they can play an important role in their child’s education. 
There has to be collaboration between the school and families they serve.  Schools need to 
offer academic workshops to parents in the language they understand and at different times of the 
day since many parents work.  Flexible scheduling of workshops and trainings need to occur in 
order to accommodate working parents.  This research was successful because it taught the parents 
reading strategies and interventions in their native language and on Saturdays.  The workshops 
were from 9 a.m. until noon.  Breakfast and snacks were provided.  Parents who did not have child 
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care could bring their children.  Children were able to work on the computers in the Media Center 
and read books while their parents attended the workshops. A celebration with a potluck luncheon 
was held on the last day of the workshops.  Door prizes, books, and food boxes were also 
provided. 
Recommendations for Future Research 
There are several modifications that could be made in regard to future research initiatives.  
First, offering more workshops at the targeted schools in a learning community may generate more 
participation.  Second, extending the number of workshops would permit the inclusion of more 
hands-on activities and use of technology for parents.  Third, to ensure the effectiveness of the 
workshops, the number of participants should be limited to 30 in order to give individualized 
attention to parents who need assistance reading and answering written questions in Spanish.  
Presenters need to know the background of their audience in order to meet their needs during the 
workshops.  There were some parents who only attended elementary school in their native country 
and could not read fluently in Spanish.  Fourth, presenters need to be fluent Spanish speakers with 
an ELL background.  Fifth, cooperative learning is recommended to be used for group activities in 
order for the parents to collaborate and brainstorm with each other (Hill & Flynn, 2006).  Sixth, a 
question should be constructed to quantitatively assess self-efficacy.  Parents could rate 
themselves at the beginning of the workshops and at the end.  Other recommendations for future 
studies include measuring the influence of the workshops on student academic success and 
providing the RSI workshops to Hispanic parents of children with disabilities.   
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Summary 
The purpose of this study was to determine whether parents’ knowledge of reading 
strategies and interventions increased after participating in a series of workshops specifically 
designed for the parents of English Language Learners.  This study was also conducted to 
examine the extent to which parents were able to apply the reading strategies they learned with 
their child at home.  The results indicated that parents gained knowledge and were able to apply 
what they learned. 
 This study specifically targeted Hispanic ELL parents.  Findings of the study indicated 
that providing professional development to Hispanic ELL parents increased their confidence in 
helping their children learn to read in English.  The provision of three workshops to 26 Hispanic 
ELL parents allowed them to realize that they knew more English vocabulary than they thought 
they did.  In addition, the findings showed that by providing culturally sensitive activities, 
parents were more than willing, in fact were excited, to work closely with school personnel. 
Although there has been research conducted on parental involvement and how it increases 
student achievement, there has not been as much focus on parental involvement and the reading 
achievement of English Language Learners.  This study will add to that specific body of literature. 
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APPENDIX B    
PARTICIPANTS’ SURVEY (PRE- AND POSTTEST) 
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PARTICIPANTS’ SURVEY 
 
Thank you so much for taking the time to complete this survey, your participation will help 
us in the design and future presentation of workshops targeting the specific needs of Parents and  
families of English Language Learners. 
 
 This survey is composed of 3 sections: 
 
I) You will be asked to provide your personal information (please do not write your name. In 
an effort to protect your identity, your survey will be numbered as you turn it in). 
 
II) You will respond to questions related on English Language Learners and Reading topics. 
 
III) You will respond to questions related to family involvement in the education of English 
Language Learners. 
 
 
Part I: 
Please respond to all the question by writing an “X” on the left side of the most appropriate 
response. If you do not see a response that is appropriate to your situation, please mark “other” 
and use the given space to write your response. Anytime you read a question that refers to “your 
child”, please know that we are referring to the person for whom you are attending these 
workshops. 
 
** If you have more than one child receiving Bilingual, Sheltered or ESOL services, please base 
your responses on the oldest child. 
 
1) How did you find out about these workshops? 
___ my child’s school ___ a friend ___ Other:__________ 
  
2) Which of the following is the highest degree you have obtained? 
___ K-8 ___ K-12 ___2 yrs of college ___4 yrs of college  Other: _____ 
 
3) How many people live in your house? (numbers represent amount of persons) 
___ 2-4 ___ 5-6 ___ 7-8 ___ More than 8 
 
4) Do you have more than one child receiving Bilingual, Sheltered or ESOL 
services? 
___No ___Yes: ___________(how many?) Which grades are they in?_____________ 
 
5) What are the ages of the persons who live at your home? (please no names) 
(write the age) Person 1: ___ Person 2: ___ Person 3: ___ Person 4: ___ 
Person 5: ___ Person 6: ___ Person 7: ___ Person 8: ___ 
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6) Approximately, how many hours per week do you work outside the home? 
___ Less than 20 ___ 20-40 ___ 40-60 ___ More than 60 ___ work at home___do not work 
 
7). Does your child receive free or reduced meals at school? 
___Free  __Reduced ____No 
 
8) Is transportation a barrier for your participation in workshops such as the ones 
offered in this study? 
___Yes ___No ___Sometimes 
 
9) Which is your first/native language? ( the first language you learned) 
___ Spanish ___ English ___ 
 
10) Can you speak English comfortably? 
___ very __somewhat ___ No 
 
11) Can you understand English comfortably? 
___ Very __Somewhat ___ No 
 
12) In which language do you usually communicate at home? 
___English ___Spanish ___English and Spanish equally, ___ 
  
13) In which language do you prefer to communicate information related to your 
child? 
___English ___Spanish ___English and Spanish equally___ 
  
14) Have you taken Adult ESOL classes? 
_____Yes_____No 
 
15) In which country did you live prior to moving to the United States? (write n/a if it 
doesn’t apply) 
_____________________ 
 
16) If you have lived in the United States all your life, what is the country of your 
family’s origin? (write country’s name) 
 
 
 
17)  From what country is your spouse from? 
(write country’s name): _____________________ 
 
18)  In which country was your child born in? 
(write country’s name): _____________________ 
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19)  At what age did your child begin receiving Bilingual, Sheltered or ESOL services? 
___5-7 ___ 8-10 ___ 11-13 
20) How old is your child now? 
___5-7 ___ 8-10 ___ 11-13 
 
21)  Do you read at home? 
____Always______Often_______Sometimes_____Never 
 
22)  Do you read with your child at home? 
____Always______Often_______Sometimes_____Never 
 
23)  In what language do you read with your child? 
____English_____Spanish_____Both English and Spanish 
 
24)  Do you feel your child understands what they are reading? 
____Always_____Often______Sometimes______Never 
 
25)  Do you help your child with homework? 
_____Always____Often______Sometimes______Never 
 
26)  Do you have a computer at home?  If so, do you have access to the internet? 
____Yes____No        ____Yes____No 
Please check any of the following computer programs that your child has used? 
 ____SuccessMaker 
            ____FCAT Explorer 
            ____Voyager-Ticket to Read 
            ____Read 180 
            ____Other________________ 
 
27)  Has your child attended tutoring at school? 
____Yes , please check all of the ones they have attended.        ____No 
____AM Tutoring 
____PM Tutoring_______21
st
 Century_____SES 
____Saturday  FCAT School 
 
28)  Does your child receive Special Education Services? 
___Yes,  If yes, please check all services                                  _____No 
___Resource Room 
___VE Self-Contained classroom 
___IND self-contained classroom 
___Speech 
___OT/PT 
___Other 
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Part II-III Pre/Post Test 
 
Please answer the following questions by using an “X” to mark your response next to the 
corresponding letter. Please only one answer per question. 
 
1) What is BICS? 
A. __ Basic Interpersonal Communication Skills 
B. __ Basic Interpersonal Communication Scale 
C. __ Basic Interdependence Communicative Skills 
  
2) What is CALP? 
A. __Cognitive Academic Language Proficiency 
B. __Comprehensive Academic Language Profile 
C. __Cognitive Ability Linguistic Profile 
 
3) How long does it take to acquire BICS? 
A. __3 years 
B. __6 months to a year 
C. __6 months to two years 
 
4) How many years does it take to acquire CALP? 
A. __2 -3years 
B. __4-5 years 
C. __5-7years 
 
5) What are cognates? 
A.___ words that are hard to pronounce 
B.___ words that sound the same and mean the same thing in English and another langauge 
C.___words that have different meanings 
 
6) What is the difference between phonemic awareness and phonics? 
A. __phonemic awareness focuses on the sounds in spoken words and phonic focuses on the 
letters and the sounds 
B. __phonic focuses on the sounds, phonemic awareness focuses on the letters 
C. __there is no difference 
 
7) Why is reading fluency important? 
A. __It’s important because it lets the student finish reading faster 
B. __It helps them become better spellers 
C. __It frees the student to understand what they read 
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8) How does knowing sight words help your child learn to read? 
A. __they are the most common words found in text 
B. __they don’t have to ask an adult for the answer 
C. __they will become better spellers 
 
 
9) If your child can’t name the main character in the story, what should you do? 
A. __Give the child a hint 
B. __Encourage the child re-read particular sections 
C. __Give the child the first sound of the character’s name 
  
10) If your child has difficulty summarizing, what should you do? 
A. __Help your child guess 
 B __Break down the reading into smaller sections 
C. __ Time your child while reading 
 
11) How can you help your child increase the number of sight words he/she knows? 
A. __ Read aloud 
B. __Practice using flash cards 
C. __ Go to the library 
 
12) When your child has difficulty reading a word, what should you do? 
A. __Practice sight words 
B. __Look up the word in the dictionary 
C. __Encourage the child to look at the word parts 
 
13) Why is reading aloud to your child helpful to your child’s reading? 
A. __The child sits quietly 
B. __It develops the child’s love for reading 
C. __They learn sight words 
 
14)  Which of these are not one of the 5 components of reading? 
A.__Reading Aloud 
B.___Phonics 
C.___Vocabulary 
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APPENDIX D    
DISTRICT APPROVAL TO CONDUCT RESEARCH 
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APPENDIX E    
LETTER TO PRINCIPALS 
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APPENDIX F    
WORKSHOP AGENDAS 
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Workshop Sessions 
Agenda 
 
Workshop 1:      
1. Welcome 
2. Pre-Test 
3. Background knowledge on how English Language Learners acquire a second 
language. 
4. Systemic approach to reading 
 
Workshop 2: 
1. Welcome 
2. Practice Makes Perfect 
3. Games  Readers Play 
 
Workshop 3: 
1. Welcome 
2. Everyday Reading 
3. You Are What You Read 
4. Reading Interventions via Technology 
5. Post-test 
6. Interview 
7.  
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APPENDIX H    
SECOND LANGUAGE ACQUISITION POWERPOINT PRESENTATION 
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APPENDIX I    
FAMILIES BUILDING BETTER READERS WORKSHOP EVALUATION FORM 
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APPENDIX J    
FAMILIES BUILDING BETTER READER WORKSHOP EVALUTION RESULTS 2010 
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APPENDIX K    
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Focus Group Interview Questions (in English) 
 
 
1.  Why do you think it is important for the parents of English Language Learners to be 
involved in the education of their children? 
 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
________________________ 
 
2. Please list the top 5 strategies that you learned in these workshops did you use with your 
child at home?  Did you use the strategies in English or your native language? 
         
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
________________________ 
3. Of the 5 strategies you listed, what were the two most effective? 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
 
4. Would you recommend these workshops to other parents? 
 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
_____________________________________________________________________________ 
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Focus Interview Questions (in Spanish) 
Parte III.  Preguntas para la entrevista del grupo de foco 
 
 
1.  ¿Por qué crees que es importante que los padres de niños que están aprendiendo inglés se 
envuelvan en la educación de sus hijos?  
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
__________________________________________ 
 
2. Enumere las 5 estrategias más importantes que aprendió en estos talleres que usa en casa 
con sus hijos?  ¿Uso la estrategia en ingles o en su propio idioma? 
         
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
_________________________________________ 
3. ¿De las 5 estrategias enumeradas arriba, cuáles fueron las dos más efectivas? 
       
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
__________________________________________________ 
4. ¿Le recomendaría estos talleres a otros padres? ¿Por qué? 
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
____________________________________________________________ 
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APPENDIX L    
KRUSKAL-WALLACE/MANN-WHITNEY STATISTICAL DOCUMENTATION 
 
  
  121 
 
 
  
  122 
 
  
  123 
 
 
  
  124 
APPENDIX M    
PROCEDURAL GUIDE 
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Reading Strategies and Interventions (RSI) Parents Workshops Procedural Guide 
Purpose and Audience 
The No Child Left Act of 2002 (NCLB Act) mandates that school districts and schools 
ensure that English language learners (ELLs) are provided with equitable opportunities and 
experiences to enhance academic success.  The NCLB Act includes ELLs as one of the mandated 
subgroups whose test scores are used to determine whether schools and school districts are 
meeting goal or what the law refers to as “adequate yearly progress” (AYP), based on state-level 
performance standards.  With the growing population of English language learners, schools are 
faced with the challenges of academic achievement and reading development that many ELLs 
experience in U.S. schools. The NCLB Act provides a framework through which families, 
educators, and communities can work together to improve teaching and learning.  The parental 
involvement provision of the NCLB Act specifically stresses the shared accountability between 
schools and parents for high academic achievement. The new legislation of NCLB Act ensures 
that parents have the information and the training they need to share the responsibility of helping 
their children achieve high academic standards.  
The main purpose of this Reading Strategies and Interventions (RSI) Parents Workshop 
procedural guide is to provide schools and school districts a framework to assist in implementing 
reading workshops that will give families the tools needed to support their children’s learning at 
home.  The guidelines assume basic knowledge of concepts related to reading strategies, such as 
the use of a systemic, explicit instruction in phonemic awareness, phonics, reading fluency,  
vocabulary and reading comprehension for the parents of English language learners.   
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Goal of RSI Workshops 
The overall goal of the RSI parent workshops is to form a partnership with families and 
provide the skills, strategies, and resources to support reading development in the home to 
support academic achievement in school.  Educating families on the reading process impacts 
how parents engage with their children in reading activities is the first step in accomplishing the 
above goal.  
Procedures for Implementing Interventions (RSI) Parents Workshops:  
The overall objectives of the RSI parent workshops are the following: 
 To establish a relationship with parents.   
 To provide parents information about the process of developing a second 
language. 
 To provide parents information on the five areas of reading instruction. 
 To demonstrate ways parents can help their children with the reading process at 
home. 
 Objectives will be measured with the Pre & Post Test and the FBBR Evaluation 
Form. 
At the first workshop, parents were provided with the Families Building Better Readers 
Toolkit which contained both English and Spanish booklets explaining 10 reading strategies, a 
book, a white board, markers, index cards, glue, and a pen.  Each reading strategy was explained 
and modeled for the parents by the researcher and an ESOL Consultant. Additionally, parents were 
taught the difference between Basic Interpersonal Communication Skills (BICS) and Cognitive 
Academic Language Proficiency (CALP) and how long it takes to acquire both.  They were also 
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provided with an extensive list of cognates in Spanish and English.  From this lesson, they learned 
that they knew more vocabulary words in English than they thought.  Parents were encouraged to 
find as many of the words they knew in Spanish that are also the same in English once they 
returned to their homes. 
Parents were asked to practice the reading strategies and the use of cognates at home 
during the week with their children.  Throughout the study, the parents shared the reading 
strategies they used with their children and how they responded.  Parents were very excited about 
being able to use what they had learned at the workshops with their children in Spanish or English.  
Parents commented that they were also learning to be better readers along with their children. 
Parents were asked to complete an evaluation of the Families Building Better Readers Workshop 
on the last day. This evaluation which was included in the FBBR toolkit was comprised of six 
sections including a discussion question on what reading tips participants planned to continue 
using at home after the training was complete.  Parents were asked “How would you rate?” in 
regard to each of the workshop components presented during the three session 
Areas of Responsibility 
Putting together a team to plan, develop and implement RSI parent workshop is essential.  Roles 
and responsibilities include: 
I. School Administration 
a. Create a synopsis of audience to be targeted. 
b. Contact neighboring school administrators. 
c. Prepare a survey questionnaire to gather biographical information. 
d. Provide adequate facility site. 
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e. Obtain approval of site 
f. Approve any written communication concerning the training. 
g. Obtain approval of material and food purchases. 
h. Request needed technology such as computer, microphone, Promethean 
Board. 
II. Workshop Organizers 
a. Coordination and setup of facility site. 
b. Identify needed technology. 
c. Prepare materials and handouts. 
d. Prepare workshop agendas. 
e. Prepare presentation. 
III. Family contact person 
a. Send out invitation letters to parents. 
b. Prepare a confirm parent roster. 
c. Arrange for child care services. 
d. Contact families who have not responded via phone or letter. 
e. Follow initial contact with a reminder contact to confirm participants. 
f. Make copies of handouts. 
g. Facilitate language translation. 
h. Collaborate with workshop facilitator. 
IV. Workshop facilitator 
a. Responsible for planning and collaborating with team. 
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b. Identify resources to be used. 
c. Create engaging activities. 
d. Plan and develop the content of each workshop session. 
e. Reflect on participants learning gains. 
Steps of Implementation: 
Preplanning Session: 
1. Survey families with a questionnaire to gather biographical information. This 
information will be used to determine family members’ knowledge of reading strategies 
and intervention as it related to academic success. (See appendix B) 
2. Create a synopsis from the surveys detailing who the audience member will be. 
3.  Develop appropriate activities that will engage the audience such as ELLs parents, 
Hispanic parents, primary grades, struggling learners, or all parents. 
4. Review the ten reading strategies outlined in the FBBR Instructor’s Manual and Putting 
reading first. The research building blocks for teaching children to read publication. 
5. Invite content experts such as Title I Technology Resource Teacher  to demonstrate the 
use of the Promethean Board, FCAT Explorer, My On.Reader, Ticket to Read, Safari 
Montague, Success Maker; ELL Consultant and Classroom Teachers. 
6. Create sign in sheets, agenda, and participants’ handouts and name tags. 
7. Contact and confirm participants’ attendance to each workshop via phone or letter. 
8. Purchase snacks, beverages and door prizes. 
9. Prepare and set up materials for group activities such as markers, charts paper, pens, 
pencils, post-its. 
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10. Arrange for child care services and activities for children. 
During the Workshop: 
11. Provide a welcome speech and introductions.  Have all members and parents share a 
brief introduction. 
12. Review agenda/objectives for the workshop. 
13. Have participants complete a pre-test in Spanish or English  (See Appendix B). 
14. Distribute FBBR kits which include Workshop Booklet, White Board, markers, pen, 
index cards, and a children’s book. 
15. Encourage active participation by parents such as group presentations, group processing 
collaboration and peer conferencing.  Ask for opinions, feedback and concerns from 
participants. 
16. Model reading strategies and allow practice time. 
17. Paraphrase and chunk information in family friendly language. 
18. Provide real world examples so parents can make connections such as the use of 
cognates in Spanish and English to increase comprehension. 
19. Review RSI workshop strategies on the last session 
20. Administer post test and Family Building Better Readers Workshop Evaluation (See 
Appendix B) 
21. Celebrate learning with a potluck luncheon. 
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After Workshops: 
22.  Provide participants with certificate of completion. 
23. Correct post test and analyze parents’ responses on the FBBR Workshop Evaluation. 
24. Continue communication with parents.  
25. Continue to provide opportunities for parental involvement throughout the year.  
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